The Significance of Teachers’ Academic Emotions  by Cubukcu, Feryal
 Procedia - Social and Behavioral Sciences  70 ( 2013 )  649 – 653 
1877-0428 © 2012 The Authors. Published by Elsevier Ltd.
Selection and peer-review under responsibility of ALSC 2012
doi: 10.1016/j.sbspro.2013.01.105 
 
Akdeniz Language Studies Conference 2012 
The significance of t academic emotions 
Feryal Cubukcu* 
Dokuz Eylul University, Izmir, Turkey 
 
Abstract 
Emotions involve experiential, behavioral, and physiological systems, as well as unconscious and conscious attempts 
to modify these processes. Academic emotions are an unexplored area of psychological research. There is plenty of 
empirical research concerning otions; h also play an important role in 
language classes, impacting academic achievement; the quality of communication in the classroom; interactions with 
students and classroom management. This study explored the relationship bet  emotions and 
. A semi-structured interview related to the emotion scales based on a 
four-component model was administered to 10 instructors and their students. Their responses were compared to show 
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1. Academic Emotions 
Emotions are considered to be processes involving multiple components ranging from experiential, 
behavioural, and physiological systems involving unconscious and conscious attempts to modify any of 
these processes. Liljestrom et al. (2007, p.277) propose that teaching is an emotional practice, teaching 
and learning involve emotional understanding, teaching is a form of emotional labour
are inseparable from their moral 
 with culture and context. 
      Teachers show different emotions ranging from anxiety to joy and pride in the classes. Teachers may 
experience happiness when an instructional objective is met or students follow directions, frustration 
when students cannot grasp a concept, anger with misbehaviour, disappointment with lack of effort, and 
anxiety when competence is challenged. Teachers report that these emotions often arise from 
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management and disciplinary classroom interactions, and that they try to regulate these emotions 
frequently because they believe it helps them achieve their goals (Sutton, 2004). 
     When the processes that give rise to emotions are studied, they fall into 4 categories  although Lazarus 
(1991) and van Veen and Sleegers (2006) focus on 3 aspects: a) Relational aspect implies that emotions 
always concern person-environment relations, which can either harm (for the negative emotions), or 
benefit(for the positive emotions) the individual in question; b) Motivational aspect  implies that emotions 
and moods are reactions to the status ; 
c)Cognitive aspect implies that emotions involve some basic knowledge and an appraisal of what is 
happening during a particular encounter; d) Physiological aspect is concerned with how the behavioural 
changes teachers display when they are under the impact of  a particular positive or negative emotion. 
Teacher anxiety is usually triggered by feelings of lack of preparedness to teach, discipline issues in the 
classroom, relationships with other colleagues, administrators, and parents, and changes due to reform 
efforts (Bullough et al., 2006; 
of them and their knowledge of subject matter are also sources of anxiety (Coates & Thoresen, 1976). 
Being well prepared is essential for teachers to feel secure and comfortable; however, it is unreasonable to 
expect teachers to ever fully be prepared for teaching because a teacher cannot anticipate all possibilities. 
Therefore, the anxiety of lesson preparation is a frequently experienced emotion in teaching.  
Frustration is the most frequently experienced unpleasant emotion reported by teachers (Chang, 2009; 
Sutton, 2007). The sources of frustration are mostly from factors outside the classroom: administrative 
work, externally mandated change or reformation, and conflicts between their teaching goals and the 
expectations from school administration (Hargreaves, 2004; Zembylas, 2003) or between their 
. 
Teacher anger may be caused by goal related incongruence, such as student misbehaviour or student 
failure (Chang, 2009). This is particularly true if teachers perceive them is behaviours or failure as 
intentional or controllable on the part of the student (Brophy &  McCaslin, 1992; Prawat et al., 1983), or 
if they perceive high-ability students failing due to lack of effort or if they believe misbehaviours are 
disrespectful (Prawat et al. 1983). Teacher anger also may be triggered by externally mandated change or 
by reforms they do not believe are beneficial to their instruction or students. Teachers who feel anger 
often feel they are being depreciated or undermined by others, such as students, parents, and 
administrators, as if their dignity is being hurt or their authority is being threatened (Chang, 2009). 
Guilt is another unpleasant emotion teachers commonly feel due to the nature of caring and feeling 
responsible for students (van Veen et al, 2005; Zembylas, 2003). Guilt is a self-caused emotion, which is 
common for teachers who perceive they are responsible for high importance and high incongruence 
 professional missions.  They think 
they could not do what they are supposed to do and have led to disappointment in the others. There are 
two types of guilt: persecutory and depressive guilt. Persecutory guilt comes with accountability demands 
and bureaucratic controls. Depressive guilt originates from early childhood and is called out in later life in 
situations where individuals feel they have ignored, betrayed, or failed to protect the people or values that 
symbolize their good internal object (Hargreaves and Tuckers, 1991, p. 495). 
     Shame may be a mark of powerlessness in a pervasive sense of personal inadequacy. Bibby (2002) 
states that shame 
confidence, anxiety and fear. It is a common emotion beginning teachers might experience while they are 
less familiar with their subject matter knowledge. 
Emotions might yield cognitive processes. For example, psychological research suggests that anger 
typically involves the judgment or appraisal that someone is to blame for a blocked goal, an arrogant 
entitlement, or unfairness, whereas frustration involves the appraisal that circumstances rather than 
individuals are to blame. Behavioural processes also involve facial expressions such as the raised 
eyebrows and widely open eyes common in surprise. Teachers, like other individuals, may try to modify 
these facial expressions so their emotions are not communicated to others, or alternatively, to exaggerate 
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temperature are all components of emotional physiological responses. 
 
2. Method 
2.1.Participants 
 
Ten instructors working at the prep department of a western state university whose teaching experience 
vary between 1-20 years all of whom are females are interviewed to see which academic emotions they 
feel in the classroom, what triggers such emotions  and how they deal with them. Then their students are 
-3 are 
used for students, 1 showing least participation, 2 fair amounts of participation and 3 high participation. 
 
2.2.Data analysis 
 
The first interview question is which emotions they show in the class. They indicate that they try to 
show positive emotions in the class especially joy and pride but throughout the class time, however, there 
are always moments they feel frustrated, bored or angry.  There is a difference between more and less 
experienced instructors. Least experienced teachers are more likely to show positive emotions but quicker 
at suppressing negative emotions whereas experienced instructors are more likely to suppress the negative 
emotions. Young teachers feel more anxious and guilty due to the reasons that they have not spent their 
academic life successfully, they have not designed their lesson plans in detail and they do not feel 
These findings are consistent with evidence that a hallmark of an 
effective teacher is constructing a productive learning environment using humor and the expression of 
positive emotions, rather than a predominance of negative emotions (Meyer &Turner, 2003) and this is 
related to years of experience and wisdom. 
 
Table 1. Teachers and emotions 
Teachers Strong emotions Weak emotions 
1 Joy, anger Guilt, shame 
2 Happiness, frustration Boredom, guilt 
3 Joy, happiness Shame, anxiety 
4 Frustration, boredom guilt, shame 
5 Anxiety, joy Guilt, joy 
6 Anxiety, anger Guilt, shame 
7 Joy, frustration Anger, guilt 
8 Joy, anger Boredom, anxiety 
9 Guilt, anxiety Boredom, shame 
10 Guilt, anxiety Boredom, shame 
 
When asked under which circumstances they have these emotions they state that misbehaviours lead to 
anger but when students cannot understand the topic to be taught, this only triggers the frustration. When 
students have a full mastery of the subject matter or they fully grasp the topic and contribute to the class, 
their joy increases. Pride comes when students excel or eclipse their peers or give a response or fulfil 
some task when teachers do not expect to encounter. 
The third question is about how they respond to the academic emotions. Those with negative emotions 
cognitively display self-talk (6), making jokes (2), talking to students (7), ignoring (4), visualizing nice 
things (8), punishment (3) whereas the affective measures they take are staying calm (7), suppression (8). 
       affect students, it is a well-known fact that positive 
classroom environments reflect, in part, the re-creation of positive emotional experiences. When students 
are asked about their perceptions of support and enjoyment more generally and at the same time analyzed 
patterns of supportive motivational emotional social teacher discourse overtime to gain a classroom-
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level perspective, students report that more motivational behaviours correlate with teacher support, 
including positive emotional support and statements of caring, as well as other characteristics of a 
positive classroom climate (Meyer & Turner, 2006, p.378).The correlation between engagement levels of 
positive academic emotions is found to be 0.8, highlighting that students 
 
 
3. Discussions 
 
  It is imperative that teacher educators understand effective emotional regulation and coping strategies so 
that we can provide teachers with strategies to understand the emotional aspects of teaching and help 
teachers not to neglect their own emotions. One way to help regulate emotion is through coping 
mechanisms. Coping involves identifying and labelling what you are feeling as well as selecting strategies 
to enhance or dampen what are you feeling (Davis et al, 2008; Lazarus, 2000). Coping is believed to be 
an integral part of the process of emotion instead of just a response. Specifically, Lazarus (2001) asserted 
that the evaluation of coping options is a major component in secondary appraisals in which one appraises 
what can be done in the troubled person environment relationship. Chang (2009) believes that teachers 
need to adopt effective and multiple coping strategies to regain their composure and to be proactive 
toward classroom problems. Ideally, teachers need to effectively adopt both emotion-focused coping and 
task-focused coping strategies. One thing teachers must be bear in mind is that avoidance (e.g., 
suppression, disengagement) is the worst way to cope with the troubled person environment problem. 
Emotion-focused coping strategies allow teachers to label and acknowledge the actual emotions they are 
experiencing as well as to temporarily regulate emotions through social recognition. Task-focused coping 
strategies encourage teachers to focus on actual problems and direct actions to change the situations 
(Davis et al, 
Effective coping strategies depen  
situations. Therefore, a better way to ensure successful coping is to make multiple coping resources 
available. 
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